The study examined the relationship between English teachers' reflective practices and their self-regulation. It also explored the relationships between self-regulation and teachers' teaching experiences. To achieve the goal of the study, 103 English teachers from different senior and junior high schools were selected through convenience sampling based on availability and based on their consent to participate in the study. They were asked to complete two questionnaires: the English Language Teaching Reflection Inventory (ELTRI) and the Teacher SelfRegulation Scale (TSRS). The relationship between teachers' reflective practices and their self-regulation was examined by running Spearman correlation coefficient formula. Additionally, the power of reflection and the teachers' experiences in predicting English teachers' self-regulation was investigated by running a multiple regression analysis. The findings revealed a positive relationship between the teachers' reflective practices and their self-regulation. Nevertheless, there were no significant relationships between teachers' selfregulation and their experiences. Reflective practice was also found to be a strong predictor of self-regulation. In light of the results gained, a list of reflective practice techniques for improving English teachers' teaching quality and selfregulation in teacher education were suggested. The results of this study have implications for English language teachers, researchers and teacher trainers in Iran and abroad.
INTRODUCTION
Reflective practice has been inspired by the works of two pioneering scholars, Dewey (1933) and Schon (1983) . When it comes to education, teachers are considered reflective practitioners and instead of only acting according to other experts' views in
In spite of the increase in studying the influence of cognitive, affective and social abilities in teacher's effective teaching, there are few studies which have examined the relationship between EFL teachers' teaching qualities and their metacognitive abilities (Monshi-Toussi et al., 2011) . Due to the findings of studies (Ghanizadeh, 2011; MonshiToussi et al., 2011; Ghonsooli and Ghanizadeh, 2013; Royaei, Ghonsooly, & Ghanizadeh, 2014 , teachers' self-regulation is one of those abilities which is useful for teachers and need to be investigated more. According to Zimmerman (2000) , self-regulation is the degree to which learners are motivationally, meta-cognitively, and behaviorally diligent in their own learning duties and in gaining their objectives. Selfregulation refers to "self-generated thoughts, feelings, and actions that are planned and cyclically adapted to attainment of personal goals" (Zimmerman, 2000, p.14) . Selfregulation is a metacognitive ability, which is highly important in teachers' decision making in the new socio-cognitive paradigm.
However, most of what has been said on reflective practice and self-regulation is at theory level and just a few empirical researches have investigated the relationship between the two constructs (Akbari, 2007; Winchester & Winchester, 2014) . Besides, to the researchers' knowledge, in EFL contexts, the majority of studies have been conducted in universities or in private language institutes rather than in public high school contexts, which seems to be a yawning gap in the literature. Although some studies have investigated the influence of reflective practices and self-regulation on effective teaching in isolation, the relationship between these two constructs has scarcely been investigated in the school EFL contexts. The current study is an effort to investigate the relationship between EFL high school teachers' reflective practices, their
International Journal of Instruction, January2019 • Vol. 12, No.1 teaching experiences and their self-regulation. The special significance of this study is examining the degree to which teachers' engagement in reflective practice can predict their self-regulation.
REVIEW OF THE RELATED LITERATURE

Theoretical framework
Reflective practices
In the past few decades, a large number of studies have been conducted on the reflective teaching practice inspired by the works of Dewey (1933) and Schon (1983) . They contended that learning is due to the coalition of experience with reflection and of theory with practice. Dewey (1933) argued that reflection makes people critical and scientific thinkers. He defined reflection as the "active, persistent, and careful consideration of any belief or supposed form of knowledge in the light of the grounds that support it and further conclusions to which it tends" (p.9). Also, referring to Dewey's ideas, Schon introduced two terms in the 1980s: reflection-in-action and reflection-on-action. Reflection in action is real life action that teachers get involved in as they encounter problems when teaching. Reflection-on-action, however, happens after teaching and is teacher re-examination of the action that occurred in the class.
In addition to Schon's twofold framework of reflection, Farrell (2004) has recommended five routes to reflective teaching. First, he refers to technical rationality, which is the effective use of technical knowledge of teaching practice by novice teachers. Reflection-in-action and reflection-on-action which are the second and third types were discussed above. The fourth type of reflection is reflection-for-action which is proactive in nature and, through developing certain procedures, "teachers can prepare for the future by using knowledge from what happened during class and what they reflected on after class" (Farrell, 2004, p. 31) . Finally, he refers to action research as an important part of reflective teaching. It could be defined as a tool by which teachers become researchers of their own profession; they can have autonomy and their own voice to reflect on their problematic issues (Farrell, 2004) . Also, in the early 1980s, Schon revived the concept of reflection. In his works, Schon introduced the notion of "practitioner-generated" problems which he referred to as practitioners' involvement in a process of problem-setting rather than problem-solving (Farrell, 2007) . The emphasis on studying teachers' reflective practices is due to the fact that reflection, as Burton (2009) contends, has been a necessary skill in teachers' professional development.
Self-regulation
Zimmerman (2000) defined self-regulation as the degree to which learners are motivationally, meta-cognitively, and behaviorally active in their learning process and in achieving their goals. Self-regulation refers to "self-generated thoughts, feelings, and actions that are planned and cyclically adapted to attainment of personal goals" (Zimmerman, 2000, p.14) . Self-regulation is a meta-cognitive ability which is highly important in teachers' decision makings in the new socio-cognitive paradigm. In the realm of education, self-regulation skills are associated with student's achievement and motivation (Zimmerman & Schunk, 2001 ). The trends observed with self-regulation seem to be related to the teachers' realm. Since research has indicated students' use of self-regulatory behaviors to be critical for academic achievement, it is reasonable that the teachers' use of self-regulatory strategies would positively affect their practices. Zimmerman's (1989 Zimmerman's ( , 2000 self-regulation model shows that self-regulatory processes have three cyclical phases: forethought, performance control, and self-reflection. The forethought phase consists of processes necessary for preparation for action such as goal setting, strategic planning, and self-motivation beliefs. Teachers in this phase set specific goals to achieve at the end of a lesson. Based on the goals and the nature of subject matter, student characteristics, and available resources, teachers choose appropriate instructional methods. These processes are affected by a set of motivational beliefs such as goal orientation, intrinsic interest, and self-efficacy. The performance control phase consists of processes that happen during an action. These processes are categorized as self-control or self-observation. Self-control processes help learners direct their attention to the task and optimize their effort. Self-observation includes monitoring one's own performance, considering the existing conditions and the outcomes of performance (Zimmerman, 2000) . In addition, emotional control is essential to the self-control and self-observation processes: it includes concentration and effort in the face of distractions (Pintrich & Schunk, 2002) . Finally, the self-reflection phase includes self-judgment and self-reaction processes. Self-judgment refers to selfevaluation which is the comparing of self-monitored performance with a standard or goal. Self-reaction, on the other hand, refers to satisfaction or dissatisfaction and affect following a performance (Zimmerman, 2002) .
Reflective practices and self-regulation in Iranian EFL context
The findings of the recent researchers on reflective practice in EFL contexts have shown the effectiveness of involvement in reflective teaching practices. Most of the studies investigating teacher reflective practices in EFL context are qualitative and a few are quantitative or mixed-methods in design. To begin with, Farrell (1998) investigated how teacher group discussions enhanced their reflective thinking. He studied three experienced EFL teachers in Korea, who were discussing and reflecting on their teaching practices. The results showed that they talked about their own personal beliefs of teaching and the issues they encountered in their teaching. The three teachers were reflective to some extent, but the degree of their reflection differed. Farrell (2011) also studied the effect of peer observation on teaching process from a qualitative perspective. The study revealed that the feedbacks provided during the post observation discussions helped teachers involve great numbers of their students in classroom activities. In addition, Farrell (2013) studied three experienced ESL teachers reflecting on their work in a reflection group with the help of a facilitator (the researcher) as a part of their professional development. The findings revealed that teaching experience did not show teacher expertise if they did not actively and consciously reflect on these experiences. Farrell (2016) examined the novice EFL teachers' engagements in group reflection. The findings indicated that the teachers gained a better understanding of the issues they faced during the first teaching year.
International Journal of Instruction, January2019 • Vol. 12, No.1 In addition, Lee (2007) investigated the dialogue or response journals of student teachers. The results indicated that being engaged in dialogue journals increased critical thinking in student teachers in Hong Kong. Yayli (2009) examined the kinds of reflection in the reflection diaries written by Turkish pre-service EFL teachers. The results revealed that a positive attitude toward journal writing and using it in their future teaching had been developed in teachers. But the teachers were not able to write critical reflection in their journals. Min (2013) examined an EFL writing teacher's self-research of her own beliefs and activities about how to give written feedback. The results of the analysis of the journal and log entries indicated the principles underlining her beliefs and showed how these beliefs underwent a change gradually toward the end of the semester. Also, Abednia et al. (2013) studied six EFL teachers' opinions about keeping reflective diaries and the contributions and challenges they faced during the study. The teachers stated that reflective journals helped them get self-awareness about their beliefs and practices. Yigitoglu and Belcher (2014) investigated ESL writing teachers' beliefs in their own first and second language writings. The research tried to discover what associations might be between the teachers' beliefs about the second language writing teaching and their experiences in their first and second language writing. The findings revealed that the teachers' L1 and L2 writings and literacy learnings affected their L2 instructional activities. Moradkhani et al. (2017) examined the relationship between EFL teachers' reflective practices and their self-efficacy. In this mixed-methods research, they studied 102 Iranian EFL teachers teaching in private language institutes through a survey and interviews. The findings indicated that all reflection subscales, except critical reflection, had significant positive relationships with teachers' selfefficacy. As is evident in the review so far, the vast majority of studies have investigated these concepts at private language schools or institutes, which warrants this study further since the present study examines the same issue in public school settings. Faghihi and Anani-Sarab (2016) , in a mixed-methods study, investigated Iranian EFL teachers' perceptions of their own level of reflection and the way their perceptions were realized in practice. In the first phase of the study, 60 EFL teachers teaching in private language institutes were studied through using the reflection questionnaire. In the second phase, the teaching practices of six teachers from among the surveyed teachers were observed. The results showed a low level of reflection and the teachers relied more on their own rationalities in teaching.
Finally, Soodmand-Afshar and Farahani (2015) examined the relationship between reflective teaching and reflective thinking of Iranian EFL teachers considering their gender and experience. The results of this quantitative research indicated that there was a significant positive correlation between reflective teaching and reflective thinking. In addition, there were significant differences between male and female and highexperienced and low-experienced Iranian EFL teachers in reflective teaching and thinking.
In EFL context, Ghanizadeh (2011) investigated the relationship between Iranian EFL teachers' self-regulation and their critical thinking abilities. The findings of this quantitative study indicated that there was a positive relationship between self-regulation and critical thinking. In addition, significant correlations were found between teachers' self-regulation, their teaching experience and their age. Ghonsooli and Ghanizadeh (2013) , in a quantitative study, examined the relationship between EFL teachers' sense of self-efficacy and their self-regulation. The findings of the study indicated a significant relationship between teachers' self-regulation and self-efficacy beliefs. Also, there were significant relationships between teachers' self-regulation, their experience and age. But there was not significant relationship with gender. In addition, Monshi-Tousi et al. (2011) studied the relationship between EFL teachers' self-regulation and their teaching effectiveness. The findings of this quantitative study revealed that there was a significant relationship between EFL teachers' self-regulation and their teaching effectiveness. The relationship between the two constructs has received no attention in both mainstream and EFL teacher education literature. The present study is the first attempt demonstrating the relationship between EFL teachers' reflective practices and their selfregulation through a quantitative design. In addition, the mediating role of teachers' length of teaching experience on their self-regulation was examined. Also, as this literature review shows, no empirical study has opted to investigate the relationship between the two constructs in an EFL high school context based on a quantitative design. The main goal of this research is to empirically investigate the hypothesized relationship between reflective practices and self-regulation of EFL teachers. The study also examines the relationship between EFL teachers' experience and their selfregulation. In so doing and to fill this gap within the high school EFL context, the following research questions were examined in this study: RQ1: Is there any significant correlation between EFL teachers' reflective practices, its subscales and their self-regulation? RQ2: Do EFL teachers' reflective practices, their teaching experiences and the of interaction experience and reflective practices predict their self-regulation
METHOD
The participants of the current study were selected from among EFL teachers according to a convenience sampling method from different junior and senior high schools in Urmia and Nagadeh, two cities in West Azerbaijan province of Iran. There were more than 150 EFL teachers and 103 teachers accepted to participate and complete the two questionnaires. The participants consist of 56 females and 47 males. Their teaching experience ranged from 1 to 25 years, with the Mean score of 15.47 and the Median 15.00. After a short explanation as to the aims of the study, all teachers received the two questionnaires in hard copies, that is, the researcher saw them and handed the questionnaires to them in person. Then, they completed them at home and returned them later.
Instrumentation
The questionnaires included demographic data like: years of teaching, gender, and the level and field of academic studies.
English Language Teaching Reflection Inventory (ELTRI)
International Journal of Instruction, January2019 • Vol. 12, No.1 The first questionnaire is the English Language Teaching Reflection Inventory (ELTRI) designed by Akbari et al. (2010) . This questionnaire has 29 items in five subscales, which assess participants' reflective practices. The first subscale is practical reflection, which includes teachers' discussions of teaching issues with their peers, observing other teachers' classes or being observed by other teachers, and writing reflective diaries about their teaching activities. The second one is cognitive reflection including teachers' attending in conferences or reading professional journals. The third subscale is affective reflection, which includes teachers trying to understand their students' background and to know their ideas and expectations about different teaching activities. The fourth subscale is metacognitive reflection, which includes teachers' beliefs about the philosophy of teaching, critical assessing of their own teaching, and conceptions of their own previous teachers' teaching strategies. The last subscale is critical reflection related to teachers' knowledge of the social and political issues affecting the teaching process and the classroom context. This questionnaire is based on a 5-point Likert scale ranging from (1) "never" to (5) "always".
Teacher Self-Regulation Scale (TSRS)
The second questionnaire is the Teacher Self-Regulation Scale (TSRS), designed by Yesim, Sungur and Uzuntiryaki (2009). This questionnaire is based on Zimmerman's self-regulation theory. It has 41 items and uses a 6-point Likert scale varying from (1) "strongly disagree" to (6) "strongly agree". The first item is a filler item, which was not used in analysis. The total score on 40 items were calculated to get an overall indication of teachers' self-regulation. The total reliability of the scale, estimated by Cronbach's alpha, is 0.89. The nine factors in the teacher self-regulation are: goal setting, which is determining aims to guide activities during teaching; intrinsic interest, which is beliefs related to interest in the teaching; performance goal orientation, which refers to the aims to act better than other teachers and to make others believe in one's own knowledge; mastery goal orientation, which is goals to develop abilities in teaching and master the teaching activity based on their own principles; self-instruction, which refers to the process of assessing one's own teaching and making changes in instruction if necessary; emotional control, which refers to skills to control feelings and emotions; selfevaluation, which refers to evaluating their teaching activities by comparing them with their own past activities; self-reaction relates to emotional responses to their own teaching activities, and the last one, help-seeking is about getting help from others to solve problems of their own teaching activities.
Data Analysis
A quantitative method was used for data collection and analysis. First, 150 questionnaires were given to the participants in the form of hard copies. 106 copies were returned and after eliminating three questionnaires which were incomplete or carelessly completed, 103 questionnaires remained. The data were then fed into SPSS statistical software. By employing Kolmogorov-Smirnov test, the normality of distribution was ensured. Next, the relationship between teachers' reflective practices and their selfregulation was examined by running Spearman correlation coefficient formula. In these sets of correlations, the relationships between participants' gained scores on the
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International Journal of Instruction, January 2019 • Vol.12, No.1 reflective inventory and its subscales and their scores on the self-regulation scale were examined. Additionally, the power of reflection subscales and the teachers' experiences in predicting EFL teachers' self-regulation were investigated by conducting a multiple regression analysis.
FINDINGS
Table (1) indicates the descriptive findings of the overall scores of teachers' reflective practices, its five subscales, teachers' experiences and the overall scores of their selfregulation in the present study. According to table 1, the distribution of scores is not always normal (sig<0.05) for some of the variables; therefore, the researchers decided to run non-parametric tests. In so doing, instead of Pearson correlation, Spearman correlation coefficient was computed.
Phase One (RQ1):
The correlations between EFL teachers' reflective practices, its five subscales, their experiences and self-regulation Table 2 Correlation between total reflection, its subscales, experience and total self-regulation Reflection sub1 sub2 sub3 sub4 sub5 Experience Self-regulation 0.746** 0.356** 0.807** 0.349** 0.744** 0.199* 0.292** Sig.
0.000 0.000 0.000 0.000 0.000 0.044 0.003 **Two tailed, significant at 0.01 *Two tailed, significant at 0.05
According to table 2, there is a positive significant relationship between reflective practice and self-regulation (r=0.74; sig<0.05). The relationship between experience and self-regulation is also significantly positive (r=0.29; sig<0.05). The relationship between the subscales of reflective practice and self-regulation is also significantly positive (sig<0.05). Therefore, the first and second research hypotheses "RH0 1 : There is not a significant relationship between EFL teachers' reflective practices and their selfregulation., and RH0 2 : there is not a significant relationship between the subscales of EFL teachers' reflective practices and their self-regulation." are rejected.
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Phase Two (RQ2):
The results of multiple regression analysis for teachers' reflection, experience and self-regulation
In this phase of the analysis of the data, a multiple regression is run in order to find out the predictive power of reflective practices as the independent (explanatory) variable and experience as the moderator of the relationship between reflective practices and self-regulation as the response (dependent) variable. Table 3 The results of regression analysis for teachers' reflection, experience and self-regulation As table 4 shows, the first model (R 2 =-0.43; sig<0.05) is a good predictor of the response variable (self-regulation). And the second model (R 2 =-0.45; sig>0.05) is not a good predictor of the response variable. The first model can account for 0.43 percent of the variation in the response variable and the second model can do this for 0.02. However, the third model (R 2 =0.45; sig>0.05) is not a predictor of self-regulation and it can account for 0.00 of the variation in the predicted variable. In other words, the first model, that is reflective practice, can predict self-regulation among teachers and the second and third models, that is experience and the interaction between experience and reflective practices, cannot predict self-regulation. Therefore, the hypothesis "RH03: Experience does not moderate the relationship between EFL teachers' reflective practices and their self-regulation." is supported. Hypothesis "RH04: EFL teachers' reflective practices do not predict their selfregulation" is rejected and "RH05: EFL teachers' experience does not predict their selfregulation" is supported; "RH06: The interaction of experience and reflective practices of EFL teachers does not predict their self-regulation" is supported as well.
DISCUSSION
The present study investigated the association between Iranian high school EFL teachers' reflective practices, their self-regulation and their teaching experiences through their self-report questionnaires. The analysis of the data showed that there was a positive relationship between the participant teachers' reflective practices and their selfregulation. In other words, teachers who had higher levels of reflective practices were more self-regulated in their teachings. However, there was no significant relationship between the teachers' self-regulation and their teaching experiences, which is an unexpected finding and the main focus of our discussion in the present study. As the analysis of the self-report data showed, the participant teachers in this study improved self-regulation regardless of their teaching experiences. This may be an indication that all the teachers were aware of the positive contributions of being reflective and selfregulated in their practices. This shows that there is a need for reflection and selfregulation training programs and opportunities for pedagogical content knowledge development for all the teachers regardless of their teaching experiences in the context of this study -public high schools.
The findings of the present study are in line with the theoretical proposals for the relationship between reflective practices and self-regulation as two distinct constructs and successful teaching proposed by scholars. This backs the reasoning that the development of the skills of reflection supports the self-monitoring strategy of selfregulation (Pintrich, 2000) . This suggests that the more the teachers engage in reflection, the more they will possess self-regulation strategies. Randi (2004) assumed that effective teachers are self-regulated persons who make their beliefs active by taking proper actions which lead to effective teaching. Also, according to Delfino, Dettori, and Persico (2010) , teaching as a complicated profession needs self-regulated teachers who can teach effectively. In line with this, Dembo (2001) assumed that for effective teaching, teachers not only need content knowledge, but also should have self-regulation abilities.
However, there was no significant relationship between the teachers' self-regulation and their teaching experience. Therefore, without regarding their teaching experience and, based on their self-report, the teachers in this study improved the self-regulation skills and their decision-makings (Zeidner, Boekaerts & Pintrich, 2000) . This finding is not in International Journal of Instruction, January2019 • Vol. 12, No.1 line with the assumption that teachers' self-regulation develops with every year of teaching experience (Zimmerman, 2000) .
Also, in the EFL context, the findings of the present study are in accordance with some and in conflict with some other empirical studies. However, there were differences between high-experienced and low-experienced Iranian EFL teachers in reflective teaching and thinking which is not in line with the findings of the current study. Ghonsooli and Ghanizadeh (2013) , in a quantitative study, examined the relationship between EFL teachers' sense of self-efficacy and their self-regulation. The findings of the study indicated a significant relationship between teachers' self-regulation and selfefficacy beliefs. Also, significant correlations were found between teachers' selfregulation and their teaching experience which also does not support the findings of the present study.
In a nutshell, both in private language institutes and in public high schools, all teachers are in an urgent need of programs for reflection and self-regulation training by skillful teacher educators. The curriculum is often imposed on teachers; before beginning their teaching career, they are provided with a very short teacher training course whose aim is to give them directions for classroom instruction followed by classroom observation inspecting them to make sure they are sticking to the directions.
CONCLUSION
The findings of the present research showed that Iranian EFL teachers who have high levels of reflective practice are self-regulated teachers in their teaching. Self-regulatory skills and strategies also lead to effective teaching of teachers through determining aims to guide activities during teaching, self-awareness of interest in the teaching, setting goals to develop abilities in teaching and master the teaching activity based on their own principles, assessing one's own teaching and making changes in instruction if necessary, controlling feelings and emotions, evaluating their teaching activities by comparing them with their own past activities, emotional responses to their own teaching activities, and finally getting help from others to solve problems of their own teaching activities. These strategies and skills encourage teachers to be successful and motivated to do their best in their profession. Therefore, teacher trainers, educational organizations, policy makers, curriculum designers, academic specialists, administrators, course developers and researchers can introduce these strategies to teachers through training courses and programs so that teachers equip themselves with these skills. Also, self-regulated teachers can teach these skills and strategies to their learners to improve their learning.
The EFL trainers and teachers themselves should take into account the positive effects of reflective practices and self-regulation on teaching effectiveness. Therefore, teacher educators should add reflective practices and self-regulation courses to the teacher training programs. In addition, it is important for teachers to have activities related with reflective practices and self-regulation learning.
EFL teaching and teacher training programs are recommended to improve EFL teachers' reflective practices, the curriculum should give more freedom to teachers' decision making at all levels including curriculum change, selection of teaching materials and
